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CHAPTER I
INTRODUCTION
Statement of the Problem
English as a Second Language (ESL) students face multiple challenges in
receiving a college education. These challenges can include institutional racism, social
prejudice, uncertain residency status, financial obstacles, low levels of previous
education, language barriers, disabilities, and lack of understanding by college personnel
regarding their issues. Community college students are at a critical phase for successful
transition to university life, and ESL students often enter this phase with fear of failure
and little idea of what to expect during college life (San Miguel, Townsend & Waters,
2013). These students are often unaware of financial aid opportunities and free services,
such as tutoring. In studies cited by Spurling, Seymour, Chisman, & the Council for
Advancement of Adult Literacy (2008) and Ignash (1995), few students at the advancedlevel stage of ESL graduated with an associate’s degree and few persisted in continuing
with regular college coursework even though their GPAs were at the same levels of nonESL students.
In addition, several California community colleges have identified an
“achievement gap” of Latino and African American students (Becker, 2011; Spurling et
al., 2008), whether in ESL or mainstream classes. Also, attrition rates for ESL students
tend to be higher than those of native English speakers (Chu, 2011; San Miguel et al.,
2013). Education is a right, and as the Supreme Court states, “The deprivation of
education…poses an obstacle to individual achievement” (as cited in Radoff, 2011, p.
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438). The deprivation of education includes the deprivation of access to the support
systems that help students achieve their potential.
Since the fall of 2014, California has required all community college students to
have an education plan (California Community College Chancellor’s Office, 2012).
While the Student Success Act of 2012 is intended to assist students “reach their goal of
earning a degree, certificate, career advancement or transferring to a four-year
institution,” there is no guarantee ESL students, who usually come from countries with
different educational systems, will be able to navigate the process in order to fulfill the
requirements. Aaron Bielenberg, senator with the Student Senate for California
Community Colleges, states this act will motivate students to work harder (California
Community College Chancellor’s Office, 2012). His argument highlights how the
burden will be placed on students, rather than the colleges, to meet their own needs. If
ESL students are not familiar with resources available to them, more ESL students may
drop out of college because they do not feel institutional support (Chisman et al., 2007;
Chu, 2011; Spurling et al., 2008). Becker (2011) notes, “equitable access to…support
services [does] not guarantee equal success for all learners” (p. 18) and the inability to
access existing resources will impact the students’ academic progress.
Working for 13 years for Diablo Valley College (DVC) in the tutoring and
supplemental instruction areas of the English Department and Language Arts Department
on DVC’s two campuses has enabled me to observe the benefits of accessing resources,
such as tutoring and counseling, on student learning outcomes, passing rates, and stress
levels. Many times in tutoring and supplemental instruction, we guide ESL students to
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other resources on campus because they come to us unaware of the campus resources
available to them. Given their responsibilities, ESL instructors create curricula based on
the objectives of state-established student learning outcomes that emphasize linguistic
features. The promotion of campus-wide resources is not mandated or suggested by
those objectives, often creating a disconnect in the instructors’ knowledge of where their
students stand in their education plan and how aware their students are of those services.
Although many California community colleges have identified improvement of basic
skills and passing rates of non-native speakers as a strategic goal, ESL instructors are
sometimes unaware of the importance of directing students to campus resources to
support them in completion of their academic goals.
Purpose of the Project
The purpose of this project is to identify some of the challenges faced by
community college ESL students in accessing campus resources and to present some
solutions to ESL instructors for making access to resources easier through a contentbased curriculum. The project will focus on creating lesson plans for ESL community
college instructors designed to incorporate discovery of student services on campus as a
content objective to empower students to find ways inside and outside of the classroom to
learn language and social skills to navigate through the system and achieve success.
For improving listening skills, students will attend presentations by school
personnel at sites on campus and also in the classroom regarding resources such as library
services and counseling. For speaking skills, students will generate their own questions
to find answers regarding their own college paths as they visit and call student services
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on campus and interact in presentations given to their classes by school personnel and a
member of the International Students Club on campus. In addition, they will present their
own findings to their classmates.
To address reading skills, students will read about success stories of other
community college students—stories that are from the community college website and
that represent students from immigrant backgrounds who have experienced challenges
that are common to students in an ESL classroom. In addition, they will research the
informative literature and the web pages of campus and community resources to find
areas of interest to explore. For writing skills, students will generate their own answers
to questions about student services, journal to the teacher, and produce paragraphs, essay
outlines, and essays for the teacher and a presentation for their classmates to summarize
the efficacy of services and their experiences in interacting with campus staff.
Theoretical Framework
This project is framed by three theories. Cultural capital theory asserts that
students’ own cultures are an asset in the classroom wherein they acculturate to a new
culture; this theory is the foundation for building upon students’ previous knowledge and
using their needs to guide the content within the project. Culturally relevant pedagogy
centers on teachers’ awareness of students’ cultures and their role as facilitator to connect
students to their school; this theory enforces the focus of the project on connecting
students to the community college via campus resources. Materials development theory
concentrates on creating language-teaching material that is relevant to students; this
theory is the basis for the structure of activities within the project.

5
Cultural Capital Theory
Pierre Bourdieu’s cultural capital theory states that students bring their own
culture to the classroom and enter a new culture in the classroom wherein they must learn
the cultural norms of the school environment (Becker, 2011; Chu, 2011). They do best
when they maintain their culture and, rather than assimilate, acculturate by learning about
expectations for the classroom and how to navigate the system and respond to its rules.
Culturally Relevant Pedagogy
Ladson-Billings (1995) proposes a culturally relevant pedagogy wherein students’
perceptions of themselves and others and social relations are reflected by culturally aware
teachers (Brown-Jeffy & Cooper, 2011). In addition, teachers’ conceptions of knowledge
are informed by cultural awareness. This means teachers view students as coming from
home cultures that add value to the class and not as coming from cultures of deficit. This
value is used as a springboard for maintaining a positive affect in the class while helping
students connect to the culture of the classroom and the school.
Materials Development Theory
The materials development portion of this project is informed by Tomlinson’s
principled approach to development of English language teaching materials (Harwood,
2011). Tomlinson proposes six principles of language acquisition and four principles of
language teaching. According to the author, learners:
1. Should be exposed to rich, meaningful, and comprehensible input of language
use;
2. Need to be engaged affectively and cognitively in their language experience;
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3. Need to have a positive affect in order to achieve communicative competence;
4. Benefit from using mental resources akin to those used in learning their first
languages;
5. Benefit from learning salient features of the input; and
6. Need opportunities to use language to try to achieve communicative purposes.
The four principles of language teaching suggested by Tomlinson are as follows:
1. The content and methodology of the teaching should be consistent with the
objectives of the course and should meet the needs and wants of the learners;
2. Teaching should be designed to help learners achieve language development and
not just language acquisition;
3. Teaching should be designed to provide learners with learning opportunities that
will help them develop educationally by becoming more mature, more critically
astute, more creative, more constructive, more collaborative, more capable, and
more confident as a result of the course; and
4. The teacher needs to be able to personalize and localize the materials and to relate
them in different ways to the needs, wants, and learning style preference of
individual learners.
Significance of the Project
By examining the course objectives of several California community colleges,
linguistic objectives were identified to produce a curriculum model for ESL instructors
that is dynamic and empowers students to locate resources outside of the traditional
classroom setting by developing language skills, including knowledge of college-specific
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vocabulary. Students will engage in college life by interacting with various areas of the
campus and various groups of people on campus, including staff, student workers and
fellow students. Instructors who copy the design of the curriculum will be able to meet
the state-mandated objectives for courses while providing the valuable skill of initiative
in furthering success in their students’ college careers. Instructors will be able to create
lesson plans that fully engage students in their own learning and that motivate students by
being centered around student needs. In addition, instructors will learn more about their
own campuses as they investigate student services to create lesson plans.
This project honors students’ home culture by building upon what they already
know and will allow students to have opportunities to build cultural capital in the
classroom and in their school culture. The classroom is treated as a community to which
students bring their own experiences, and the campus is treated as an extended part of
that community, building a supportive culture that honors students’ previous knowledge
and their need to attain more knowledge of the college system.
Students will be exposed to meaningful input by focusing on their immediate
environment through which they have to navigate. They will reflect cognitively and
affectively by summarizing the information gathered and their thoughts about the
process, i.e., how easy it is to find the information. Students will also gain a positive
affect when they experience success and become an active part of their own educational
path.
The content and methodology proposed by this project focuses specifically on
current course objectives of community colleges in Northern California and on the needs
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of students in the system. Students will not only acquire language but also develop
language by connecting linguistic objectives in the course to a content that is need-based
and student-centered. Students will become more mature by becoming more savvy about
what their college has to offer and more critically astute by reporting on their
experiences, both positive and negative.
The materials in this project will allow students to personalize their own searches
for campus resources and localize the material to their own campus. Different learning
styles and needs will be honored by allowing students to explore various methods of
gathering information and different ways to report on the information, including reading
material on line and in print, including text-intensive and graphic material; listening to
presentations; formulating written and spoken questions; participating in a scavenger hunt
wherein students will find resources on foot; speaking on the telephone and in person;
reporting findings in written summaries, paragraphs, and essays; reporting to the class
with colorful visual aids in presentations; and working individually, in pairs, in small
groups, and as a whole class.
Definition of Terms
Credit and noncredit: “Credit” and “noncredit” ESL courses are defined differently by
various California community colleges. For purposes of this project, the term “credit”
will refer to classes which may or may not transfer to a four-year college but which carry
units. “Noncredit” refers to classes for which students do not receive units.
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English as a Second Language (ESL): This term applies to classes designed for nonnative speakers, whether they are multilingual or bilingual, to improve their English skills
in the United States.
International students: students who are visiting as students on a student visa. This does
not include all ESL students nor all non-native speaker students.
Non-native speaker: someone whose first language is not English. This may be a student
in an ESL class or another class, such as a higher-level English class for native speakers
or other non-English classes.
Tutoring: services provided by a tutor on campus in language skills and content, other
class subject skills and content, or study skills.
CHAPTER II
REVIEW OF THE LITERATURE
Introduction
The purpose of this project is to identify some of the challenges faced by
community college ESL students in accessing campus resources and to present some
solutions to ESL instructors for making access to resources easier through a contentbased curriculum. The project focuses on creating a student-centered curriculum for ESL
community college instructors designed to incorporate discovery of student services on
campus as a content objective to empower students to find ways inside and outside of the
classroom to learn language and social skills. The literature review focuses on challenges
to accessing resources and finding key factors for student success through resources.
Challenges to immigrant students include racism and discrimination, immigration status,
income level, level of education previous to immigration to the US, language obstacles,
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disabilities, and unprepared schools and teachers. Various studies were reviewed to focus
specifically on the California Community College System and the effects of providing
services to students, specifically on their persistence and grades.
Racism and Discrimination
Within the hierarchical racial system in the US, both individual discrimination
and institutional racism have become embedded in social structures and institutions,
including education (Kong, 2011). For example, Galindo (2011) explains the xenophobia
many Mexican immigrants encounter is a manifestation of the hierarchical racial system
and reveals how these attitudes position them as inferior, and therefore, incapable of
being educated or obtaining employment beyond manual labor. In California, Mexican
students were segregated into substandard schools up until the late 1940s. A separate
curriculum, that emphasized vocational over academic work, was taught (Galindo, 2011).
Galindo further explains because the expectations were lower for Mexican students, they
encountered hostility, rejection, and discrimination from their mostly White teachers.
Mexicans were not and have not been the only ethnic or racial group to
experience discrimination (Horenczyk as cited in Berry, 1997). They belong to a larger
group of immigrants, which has shared similar historical struggles for equality. Radoff
(2011) warns, “categorizing a group also universalizes individual experience, neglecting
diversity and uniqueness among the people within it” (p. 438). Shujun (2010) notes that
educational researchers need to “analyze multiple dimensions of life experiences that
included skin color, gender, class, generation status, and English language proficiency”
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(p. 78). She draws parallels between state-sanctioned discrimination of the Chinese and
Mexicans in California.
Chu (2011) cites the racial gap as a contributing factor in low achievement and
focuses on culturally and linguistically diverse students. She notes that there is a
disparity between the race of teachers and the races of their students. This may be a
contributing factor to cultural misunderstandings and recognition of institutionalized
racism on the educational experiences of students. Discrimination faced by students
often leads to frustration and embarrassment—which may go unnoticed by instructors.
Students report feelings of not being accepted by their peers and not having many
friendships with native speaker students (Becker, 2011; San Miguel et al., 2013; Sherry et
al., 2010), leading to a sense of marginality within the academic setting and,
consequently, to a lack of motivation (Becker, 2011). Some students may even
experience a sense of discrimination from school staff (Sherry et al., 2010), including
tutors (San Miguel et al., 2013) who are not always trained in cross-cultural awareness.
Unfortunately, racial and ethnic discrimination are a normative experience for non-White
immigrants in the US. Racism occurs in explicit forms such as verbal abuse or bullying.
However, the most pernicious form of racism is prejudiced attitudes and lack of
awareness of cultural diversity and culturally biased practices.
Immigration Status
Becker (2011) includes residency issues as a factor of perceived low cultural
capital. Even when students attain legal residency, through laws such as the Amnesty
Act, attitudes toward these students can lead to resentment (Ignash, 1995). The fear,
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intimidation, and “undeniable racial prejudices” (Plyler v. Doe as cited in Radoff, 2011,
p. 445) that result from coming to the US without legal documentation or overstaying a
work or student visa are experienced by millions of immigrants. The high number of
Mexican immigrants, combined with racial profiling and the anti-immigration laws of
states such as Mississippi, Arizona, Georgia, Utah, Alabama, and South Carolina, means
Mexican immigrants, more than any other group, are associated with being bordercrossing criminals (Dominquez et al., 2009; Kong, 2010; Sanders et al., 2013; Ullman,
2010). This recent wave of deportations mirrors the same xenophobia of the 1930s that
specifically targeted Mexicans (Galindo, 2011). This is despite the reality students from
countries other than Mexico cross the US border without proper documentation (Danzak,
2011). While these issues concern the perceptions of undocumented immigrants, there
are other factors which impact many immigrant students.
The loss of a parent—usually the father—through death, deportation, or
incarceration results in an increased number of low-income single mothers (Sanders et
al., 2013). Even for native-born students, undocumented parents are less likely to interact
with school authorities because of fear of immigration-related consequences and, thus,
are at a disadvantage in tracking their children’s progress (Capps et al., 2005). Many
students who are born in this country still retain the immigration narratives of their family
members and may experience lack of trust of authority figures (Danzak, 2011).
Consequently, a family’s disengagement from the educational experiences of students
contributes to an academic achievement gap in comparison to White students.
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When students live in the US without authorization, they often live in fear of
deportation and discovery. The fear of deportation and discovery has a ripple effect on
communities. Some students may be under the impression they cannot attend college due
to conflicting state and federal laws. Some may not be able to attend due to the cost of
tuition and lack of access to financial aid, and others may not attend because they
recognize the futility of attending college and then not being able to work legally
(Dominguez et al., 2009; Sherman & Ibarra, 2013; Valbrun, 2013).
For the limited number of students who do gain access to colleges or universities
and benefit from laws such as California’s AB 540 law, which allows in-state tuition for
undocumented immigrants, there are still challenges. For instance, the Students
Informing Now group at the University of California, Santa Cruz reports students are met
with an atmosphere of ignorance by faculty and staff who are unaware that
undocumented students and children of undocumented immigrants exist in their
classrooms. Also, the students find a campus climate that is unprepared to facilitate their
entry and retention (Dominguez et al., 2009). This lack of consistent access to higher
education keeps immigrants, especially those without documentation, at some of the
lowest levels of income in this country. Lack of access to higher education correlates to
the types of employment opportunities available to immigrants.
Income Level and Financial Obstacles
As is true for all residents of the US, the higher the income level, the greater the
chance of receiving a full education. Income is often a key contributor to students’
success in school (Chisman et al., 2007; Chu, 2011; Hernandez as cited in Capps et al.,
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2005; Spurling et al., 2008). The stress of students having to work—often full-time—
(Becker, 2011; Spurling et al., 2008) and lack of funding for tuition and living expenses
while attending school all contribute to the marginalization that so many feel (Bal &
Perzigian, 2013; Becker, 2011). The myth that everyone has equal access to an education
is not accurate. The confluence of institutionalized racism and lower socioeconomic
status severely limit educational opportunities for undocumented immigrants and their
children (Becker, 2011; Berry, 1997; Dominguez et al., 2009; Shujun, 2010). The
correlation between limited English proficient (LEP) students and low incomes is
significant, with two-thirds of LEP students coming from low-income families (Capps et
al., 2005). This may represent another problem with teachers who are often White and
also, generally, come from higher socioeconomic levels than their students (Chu, 2011).
Sherry et al. (2010) cites a report from the University of Toledo wherein the
majority of respondents, who were immigrant students, indicated they experienced
financial problems. These low levels of income may be due to many immigrants coming
from poorer countries to seek better employment opportunities (Shujun, 2010). Many
immigrants suffer an automatic lowering of economic status and have to endure
economic adaptation even when they hold degrees or credentials, which may not be
recognized in this country (Becker, 2011; Berry, 1997; Shujun, 2010; Ullman, 2010).
Lower-income students also do not have the money to hire expensive tutors
(Shujun, 2010) or to pay for extra books and classes, and many suffer the hardship of not
even being able to pay for the cost of necessities, such as dentist bills (Ullman, 2010), car
insurance, health insurance, apartments, or laptops (Sherry et al, 2010). For students
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whose parents have been deported, either one or both economic providers of the family
have been removed (Sanders et al., 2013). If only one parent is removed, often the parent
being the father, women are left with fewer opportunities in hard labor positions (Sanders
et al., 2013), such as farm and construction work, industries which have high numbers of
undocumented workers (Radoff, 2011). These children often end up dropping out to help
at home or start working rather than go to college (Bal & Perzigian, 2013). Even when
both parents are present in a low-income home, both parents often have to work, leaving
less time for help with homework. This factor directly correlates to academic
performance (Pinder, 2012).
While undocumented students may be able to attend college, they are barred in
many states from receiving financial aid, grants, and scholarships (Dominguez et al.,
2009; Radoff, 2011; Sherman & Ibarra, 2013; Valbrun, 2013) and may have to pay outof-state tuition (“Education Benefits,” n.d.), a great hardship since financial aid is a major
factor in enrollment of credit ESL programs and may determine whether students attend
school part time or full time (Ignash, 1995). Nearly 75% of Hispanic youth cannot
complete high school or pursue higher education due to lack of money and the need to
support their families (Cooper, 2011). Even when states enact laws that are seemingly
favorable to students without documents, the stipulations that students have to make to
receive the benefit are prohibitive (Chu, 2011; “Education Benefits,” n.d.) Education is
“the great equalizer in our democracy” and “the passport to social and economic
mobility” (Loh as cited in Valbrun, 2013). Students with only a high school education do
not have access to technical, managerial, and professional fields (Flores and Souther as
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cited by Radoff, 2011). The cycle also feeds into the permanent underclass of
immigrants, especially those largely in Mexican-ethnic communities (Galindo, 2011) and
who Valbrun (2013) says remain in the shadows of our society.
Previous Educational Experiences
Since lower income levels often relate directly to lower education levels, the level
of education of most immigrants—though not all, such as the significant number of
immigrants who occupy the highest levels of education (Peri, 2012)—is generally lower
(Spurling et al., 2008). The level of education of immigrants before coming to the US
and the level of their parents’ education has a direct influence on their academic success
rates, possibly because a higher level of education is predictive of lower stress (Bal &
Perzigian, 2013; Berry, 1997) and more supportive experiences (Becker, 2011) although
even students with a high level of education find it difficult to navigate the education
system due to language and cultural differences (Shujun, 2010; Spurling et al., 2008).
Because many immigrants have a lower level of income, they are likely to come to the
country with a lower level of education (Capps et al., 2005).
Because most immigrants are low-income, their education level is likely lower, so
they may not have the years of education to acquaint them with the performance levels
expected in school, and they may not have the problem-solving skills it takes to negotiate
the school system (Berry, 1997; Capps et al., 2005; Pinder, 2012). In addition, the later
the age of the student, the harder it is to adjust to a new school system and adapt to
language challenges, which may lead to higher dropout rates (Bal & Perzigian, 2013;
Capps et al., 2005).
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Language Obstacles
While it would seem that language would be the greatest obstacle to immigrants
receiving an education, it is actually how perceptions of language differences are treated
that has a greater influence on the academic outcome of students. Half of the Hispanic
youth in the Pew Hispanic Center study cited by Cooper (2011) report that poor English
skills are a major impediment to pursuing a college degree, and nurses in the study by
San Miguel et al. (2013) consider low language proficiency to be one of the major
obstacles in completing their academic studies. However, even when immigrants do
learn English fluently, they are devalued for speaking with an accent (Danzak, 2011).
Students who immigrate at an older age tend to score lower on tests because they are
processing in their first language; this may cause frustration and higher dropout rates
(Becker, 2011; Capps et al., 2005; Spurling et al., 2008). The enforcement of these tests
fails to take into account that “language is the ‘how’ of instruction, it is not the ‘what’”
(Galindo, 2011, p. 341). Lower English language skills can also affect the “how” of
access.
Language barriers affect students’ access to institutional supports (Chu, 2011), a
phenomenon mirrored by the Chinese immigrant mothers in Shujun’s (2010) report
wherein one mother reported she felt sorry for her son because she “could not take part in
his school activity as other parents did” (p. 84), and another lamented experiencing the
“disadvantages of being a non-native English speaker every day, everywhere” (p. 82).
One mother reported she felt uncomfortable because “she could not go shopping or
banking and dared not answer the phone due to her limited English” (p. 85). There is
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relatively little native language support in schools, and literacy in native languages is not
stressed, thus devaluing a student’s home culture (Bal & Perzigian, 2013).
Some of these impediments to communication also make immigrants vulnerable
to oppression (Sanders et al., 2013). According to Bal and Perzigian, “Language
acquisition is a sociocultural process” (2013). Language isolation and language
segregation impede the ability to communicate (Berry, 1997) and thus impede social
interaction. Students often cite spoken language—rather than written—to be a larger
obstacle to social interaction (Sherry et al., 2010), and stress on writing in community
college academic classes may deemphasize the need to practice speaking.
Learning Disabilities
One of the apparently least-documented issues of ESL students is their access to
disability support services. Perhaps because there is so much pressure to mainstream
immigrants and their children, the issue of disabilities is ignored. There is little
information in the literature about the treatment of immigrants and ESL students who
have learning disabilities. A tragic dichotomy occurs because ESL students who are
capable yet are labeled as unintelligent are sometimes placed in special education classes
while other ESL students who have disabilities are placed into one strict category as ESL
and do not have their disabilities addressed. Because xenophobia tends to encourage
lumping people into categories, those who do not speak English at the desired level are
considered to be unable to learn as much, and those who do have legitimate learning
disabilities are ignored as merely typical ESL students.
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The No Child Left Behind Act treated children from different ethnic groups and
children in special education programs as two separate groups (Capps et al., 2005; Chu,
2011). Bal and Perzigian state that there is “an urgent need for methodologically robust
intervention studies in the field of special education for immigrant students” (2013).
Since both immigrant students and students with disabilities are at a disadvantage, their
chances of dropping out are compounded when both factors are present (Bal & Perzigian,
2013). Schools seem unprepared to address the issue of learning disabilities and all of the
other challenges previously cited.
Underfunded Schools and Unprepared Teachers
Lack of funding for training of teachers and lack of funding for programs
designed to meet the needs of students make the school system fall short of breaking the
low achievement levels for immigrants. The federal government states that every ESL
classroom must have a highly qualified teacher, “one who is credentialed and holds a
degree or significant expertise in the subject areas he or she teaches” (U.S. Department of
Education as cited in Capps et al., 2005, p. 2). However, schools with high numbers of
ESL students often have teachers who are sometimes unaware of cultural issues in
academic success (Chu, 2011), all factors that lead to low retention rates (Galindo, 2011).
College-age immigrant students often feel that their institutions are unprepared to serve
them (Dominguez et al., 2009). While many teachers are dedicated and sympathetic,
some are not, and some students feel abused and humiliated by them (Dominguez et al.,
2009). Most policy makers and colleges fail to realize that ESL classes are akin to
foreign language classes and view the students as being in remedial courses (Ignash,
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1995). Because of perceived race, perceived immigration status, lower income levels,
differences in language and education, and differences in cultural habits, immigrants have
been kept in a cycle of downward mobility that reinforces the view of immigrants as
coming from deficit cultures (Bal & Perzigian, 2013; Galindo, 2011).
Summary
ESL students consistently bring to the classroom an unparalleled desire to learn,
despite their obstacles. They come from backgrounds with rich cultural capital and need
to build capital as members of their schools. Sherry et al. (2010) states that, “Universities
which only focus on the academic needs of international students therefore ignore
important factors in their potential success or failure in the new educational context” (p.
34). Although the correlation between use of campus support services and student
success is strong, the question of how students will overcome obstacles to receive those
services remains. Because of the hierarchical structure of the school system from
policymakers to administrators to faculty to students, many of the good intentions of
programs are lost because there is not a direct line to connect campus services to the busy
schedules of faculty and students (San Miguel et al., 2013). However, the more teachers
know about their students’ needs, the more they can help them, and the more they will
motivate them (Chisman et al., 2007; Spurling et al., 2008).
By incorporating the knowledge of what services exist for students and what their
challenges are, instructors can build curricula that use those resources as a content
objective that has high interest appeal to students (Chu, 2011; San Miguel et al., 2013)
and can increase their actual chances for success (Spurling et al., 2008). In addition, the
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curricula will aid in the acculturation of students when they participate on campus
actively rather than focus on textbook-based exercises (Becker, 2011; Spurling et al.,
2008). Students can build cultural capital when they connect within the school setting
and the community and find the institutional support available to them (Chu, 2011;
Spurling et al., 2008).
By exploring campus resources through scavenger hunts, presentations, web
searches, emails, and telephone calls, students can form necessary ties to institutional
agents and reduce their isolation (Chu, 2011; Ignash, 1995; Sherry et al., 2010). Students
will become participants (Becker, 2011) and regular members of their school community
and will have a higher chance of postsecondary success (Ignash, 1995; Spurling et al.,
2008). Inviting a club member for discussion in the classroom allows for collaboration
and interaction (San Miguel et al., 2013) and creates a culturally responsive classroom
climate while building a learning community (Sherry et al., 2010). In addition, ESL
students will increase their communicative competence by exercising their right to speak
and be heard when they comment on their experiences in navigating the system. The
sense of connectedness to the school increases by bringing students to the heart of the
campus and ensures that instructors do not assume students will be proactive on their own
by having them seek out necessary resources, such as assessment, orientation, counseling,
and financial aid (Becker, 2011; Spurling et al., 2008), especially when they may not
have the advantage of time to do so. These excursions will facilitate students in acquiring
the local cultural knowledge (San Miguel et al., 2013) of the campus.
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Exploration of financial aid resources will also be a part of this field project which
will ensure that more students will become aware of their eligibility, including
undocumented students who can study campus literature about the DREAM Act.
Students who are on work visas will be exposed to information about opportunities to
work on campus, and students with children will learn about child care on campus.
Because the curriculum will be built around authentic texts and experiences and not
traditional textbooks, students will not have to spend extra time learning linguistic
features that are disconnected from their real lives but instead will improve language
skills while working on building their support systems.
The literature shows great evidence that tutors and writing centers have a positive
effect on students’ work (Becker, 2011; Ignash, 1995; San Miguel et al., 2013; Sherry et
al., 2010; Spurling et al., 2008). Students who have low levels of education before
coming to a college ESL classroom will especially benefit by being shown where tutoring
services and writing centers are on campus. Their embarrassment levels will be reduced
and their comfort levels with writing centers will increase if they are required to visit the
tutoring centers to gather material and attend a tutoring session. They will gain a better
sense of the academic practices that influence academic performance (San Miguel et al.,
2013) if these services are presented to them as part of the everyday repertoire of college
students.
Educators need to ensure that students with disabilities have adequate access to
services (Chu, 2011) which means the instructor brings the services to the students or
brings the students to the services rather than assumes students will seek them out on
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their own. With disability support services as one of the content items for this project,
students will be exposed to this resource automatically through coursework.
While not all ESL students are seeking an associate’s or bachelor’s degree,
teachers who believe students are capable of doing so and who create curricula to expose
them to those possibilities will increase their chances of this happening (Ignash, 1995;
Spurling et al., 2008). Creating questions for counselors and writing paragraphs about
their opinions about the efficacy of counseling services can help students become more
self-aware and proactive in their academic and career goals. Students will learn about
other areas of interest to them for which the college offers certificates and vocational
training. This exposure is especially important considering that ESL students in the
Spurling et al. study (2008) who enrolled in certificate programs had a higher rate of
completion than other students.
When teachers first approach lesson planning by acknowledging students’ needs,
the richer content will spark students’ interest and will help focus those plans. Because
exploration of resources provides a multi-faceted approach to practice language, ESL
students will acquire language rather than learn it while overcoming obstacles to their
academic success. Teachers, in turn, will learn alongside their students about their own
colleges and will help build a more integrated community.
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CHAPTER III
THE PROJECT AND ITS DEVELOPMENT
Description of the Project
The purpose of this project is to create a curriculum for community college ESL
instructors to follow to help their students access campus resources. It focuses on four
areas of campus resources for student services common to California community
colleges: counseling and assessment, academic assistance (focusing primarily on library
and tutoring services), financial aid, and student life. The project highlights online
resources and on-campus resources at two campuses of a northern California community
college: Diablo Valley College (DVC), with a main campus located in Pleasant Hill and
a satellite campus located in San Ramon. The choice of DVC as a model was prompted
by my experience as an employee in the English Department and English Tutoring/ESL
Program at the Pleasant Hill Campus and in the Reading & Writing Program at the San
Ramon Campus. The project is designed with DVC as a model and is meant to be
adapted for different resources at different colleges.
The language objectives are cited from course outlines of two ESL writing classes
at DVC: ESL-88 High Intermediate Writing Skills and ESL-98A Advanced ESL Writing.
The project is designed to be used for the mid-range ESL-88 class up through the midrange ESL-98A class and adapted for the needs of the class for which it is used, based on
the level of the students and the objectives of the course.
There are five main topic areas in the project itself, four of which focus on the
campus resources noted above and one of which is a review section. The project begins
with an overview of the objectives of the lesson plans, the activities in the lesson plans,
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and the mode of assessment by the teacher. Appendixes are attached for reference to the
specific material that would be reviewed by students. All material was created by the
author of this project, except where explicitly noted. The sections are organized as
follows:
I.

Overview of Objectives: A list of the topics, content objectives, and

language objectives, including writing and grammar objectives, for each topic area.
II.

Topic One: Counseling and Assessment
A.

List of Objectives, Activities, and Teacher Assessment

B.

Activities
1. Student Success Stories
2. Online Tour of Resources
3. Counseling Appointment Write-up

III.

Topic Two:

Academic Assistance

A.

List of Objectives, Activities, and Teacher Assessment

B.

Activities
1. Library Tour
2. Library Description Write-up
3. Focusing on Thesis Statements
4. Scavenger Hunt of Library and English Tutoring Center
5. Going for Tutoring

IV.

Topic Three: Financial Aid
A.

List of Objectives, Activities, and Teacher Assessment
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B.

Activities
1. Survey on Financial Aid
2. Follow-up on Financial Aid Questions
3. Follow-up on Coordinators, Subordinators, and Transition
Expressions
4. Finding and Using Subordinators and Transitions
5. Body Paragraphs on Financial Aid Options
6. Compare and Contrast Essay on Financial Aid Options

V.

Topic Four: Student Life
A.

List of Objectives, Activities, and Teacher Assessment

B.

Activities
1. Visit from Club Representative
2. How to Become and Be a Club Member
3. Exercise on Imperatives and Modals
4. Exploring Student Life
5. Summary Exhibition on Student Life Opportunities

VI.

Review of Resources
A.

List of Objectives, Activities, and Teacher Assessment

B.

Activities
1. In-class Writing
2. Beyond the Classroom
3. Giving a Campus Tour
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Development of the Project
As a supplemental instruction leader in ESL classes, I am approached every
semester and in nearly every class by students who have questions about resources
beyond the scope of the linguistic content being taught. The supplemental instruction
hour set aside for every three-unit class is designed to reinforce material covered in class
and is not enough time to cover most of the campus resources available to students.
Students often struggle to find time to explore their campus while developing ideas for
topics assigned for writing assignments. By arming students with the knowledge of how
to access these resources, teachers who use this project will be able to meet their
objectives and also learn about their campus. In turn, students will gain more confidence
in their language skills and their ability to find information that is pertinent to them.
The project is designed as a sequential set of lesson plans that build on each other.
The reason for this design is to give a foundation for building an entire essay from the
development of an introduction paragraph, a thesis, body paragraphs, and a conclusion
paragraph, as is required by California community colleges at these levels. The project is
an example and can be modified to be a unit in and of itself, four separate units, or
supplemental material to units focusing on narrative, descriptive, compare and contrast,
and process essays or writing styles. The order of the area sections can be rearranged
with a moderate amount of adaptation. The project can be used as a tool for teachers to
become familiar with resources at their own campuses while building lesson plans.
Teachers at California or other state community colleges can easily adapt the material to
fit the objectives and resources for their colleges, and, of course, teachers at DVC can use
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the project as it is or adapt it.
I recommend that if teachers are to use and adapt the project as a whole,
counseling and assessment should be the first topic since counseling and placement needs
of students should be addressed early in their college experience. In addition, student life
should be one of the latter topics covered because, although it is a necessary area for
students to learn about and should not be left out, it serves as a fun way to wrap up a unit
and end with a call to ESL students to join their community.
The Project
The project is contained in Appendix A.
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CHAPTER IV
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
ESL students face multiple challenges in receiving a college education. These
challenges include institutional racism, social prejudice, residency status, financial
obstacles, low levels of previous education, language barriers, disabilities, and lack of
understanding by college personnel regarding their issues. These students are often
unaware of financial aid opportunities and free services, such as tutoring. Instructors are
focused on the linguistic objectives of courses mandated by California community
colleges and have little time to introduce material regarding campus resources to
students. When students do not feel institutional support and do not have access to
existing resources, their academic progress can be impacted negatively.
The purpose of this project was to create a curriculum for community college ESL
instructors to follow to help their students access campus resources. Although not every
challenge can be solved by this project, including those not identified herein, this project
can be used as a way for community college ESL instructors to begin with what they and
their students know about their schools and find not only the “what” but the “how” of
student resources.
The significance of the project as a whole is the benefit to instructors who learn
not only about student needs but also about guiding students to fulfilling those needs.
Students will be exposed to several opportunities to use language for communicative
purposes by engaging in conversations, both in person and in phone calls, by emailing
campus staff and requesting answers, and by reporting back their findings. They will
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become more creative by presenting their own exhibit to the class and more constructive
by synthesizing their information. They will become more collaborative by working in
teams on tasks and helping each other find resources. They will become more capable as
college students and more confident as a result of their ability to find information on their
own. By being welcomed to become a part of the campus, students can report on any
instances of institutional racism and social prejudice encountered and feel the support of
their instructor to find ways to overcome such obstacles and potentially become a part of
the community that creates more ways to overcome those obstacles. Students who have
concerns about their residency status will learn about opportunities open to them and feel
that they are acknowledged when these issues are openly discussed in class and presented
through the college material. The topic area of financial aid will specifically address and
help find solutions for financial obstacles. The academic assistance area will help lower
language barriers and support students with lower levels of previous education while the
topic area of counseling will allow students with unidentified or unaddressed disabilities
discover their rights and know what services are available to them. Finally, the
understanding by college personnel regarding their issues will expand as instructors who
implement this project hear feedback from students and evaluate the efficacy of the
project.
Recommendations
The possibilities for extension and adaptation of this project are myriad.
Conceivably, an entire semester could be built around the content objective of exploring
and using campus resources while still meeting language objectives such as essay
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composition and grammar. However, it is likely that students will want, and will benefit
from, a balanced curriculum that includes material from readers, anthologies, and other
authentic sources to ensure that students are prepared for the typical assignments of
topics of high-intermediate and advanced ESL writing classes.
The project can be adapted to different levels and different language objectives,
according to the needs of the students. For instance, young learners would benefit from
the social aspects of visits from other native speaker students and interview assignments
with classes with native speaker students. Word order of questions could be a linguistic
objective for such an adaptation. Listening skills for recently immigrated adults could be
practiced through information-finding activities over the phone or in person, and so on.
One of the richest sources for expansion is other student services not contained in
this project, such as career and employment services, international student centers,
college athletics, and student government. The project should serve as a model to aid
students to find services in their community—not just on campus—and can be adapted to
include activities for other community resources, such as county libraries, public mental
health counseling programs available to students, legal counseling, transportation
assistance, domestic abuse hotlines, and other services that extend beyond the purview of
the college but may be essential to the success of a student.
With hope and planning, the challenges of ESL students will diminish over time.
This project may be used as part of that planning and can continue to be adapted to meet
the current needs of students who are learning to write English at the community college
level and are acculturating and becoming an essential part of their school.
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APPENDIXES
Developing a Student-Centered Curriculum for High Intermediate and Advanced Writing
Community College ESL Students to Promote Their Discovery of Campus Resources

APPENDIX A
The Project

I. OVERVIEW OF OBJECTIVES

Topic

Content Objective

Counseling &
Assessment

SS will be able to find information and Writing: SS will be able to create an introduction
answers to questions about counseling paragraph (with a hook and a transition to the thesis
and assessment.
statement) for a narrative essay.

Academic
Assistance

SS will understand the options of
tutoring and library services offered
on campus and will attend one
tutoring session.

Language Objectives

Grammar: SS will be able to write a narrative
paragraph in simple past tense.
Writing: SS will be able to create an effective,
cohesive thesis statement in an introduction paragraph
for a descriptive essay.
Grammar: SS will be able to identify active voice and
use strong, active verbs in thesis statements.

Financial Aid

Student Life

SS will be able to distinguish between
grants, scholarships, loans, and workstudy programs and will understand
how to apply for various financial aid
opportunities.

SS will be able to find information on
extracurricular support and social
groups on campus and will participate
in an extracurricular activity on
campus.

Writing: SS will be able to write an effective body
paragraph (including a topic sentence, supporting
sentences, and a concluding sentence) for a compare
and contrast essay.
Grammar: SS will be able to use subordinating
conjunctions and transition expressions to formulate
complex and compound sentences.
Writing: SS will be able to create a cohesive
conclusion paragraph (with a restatement of the thesis
statement, a summation of ideas, and a coherent
concluding sentence) for a process essay.
Grammar: SS will be able to use the imperative
correctly in sentences. SS will be able to use modals of
advice correctly.

Review of
Resources

SS will be able to recall various
methods of finding information about
different student resources.

II. TOPIC ONE: COUNSELING AND ASSESSMENT

OBJECTIVES
Content: SS will be able to find information and answers to questions about counseling and
assessment.
Writing: SS will be able to create an introduction paragraph (with a hook and a transition to the
thesis statement) for a narrative essay.
Grammar: SS will be able to write a narrative paragraph in simple past tense.

Activities

Teacher Assessment

1. Student Success Stories
2. Online Tour of Resources

Check and correct answers during class
discussion.
Monitor and check during student activity.

3. Counseling Appointment Write-up

Read and correct homework.

ACTIVITIES
Activity #1: Student Success Stories

•
•

Teacher
reads two student success stories to
class. (A-1)
leads class discussion after groups have
filled out logs.

•
•

Students
fill out listening log individually (A-2)
take notes on discussion log in groups
of 3-4

Listening & Discussion Log
1. “Anthony DeLuna” (Appendix B)
First Time Listening
(without transcript)
Post-listening: In one
sentence, write what
this story is about.

Second Time
Listening (with
transcript)
During: What
questions do you
have when listening
to this? Include any
words you don’t
understand.

In groups of 3-4, discuss and take notes (with transcript)

•

What verb tense are most of the verbs in?

o List two irregular:

List two regular:

•

List two time signal phrases that move the story
along:

•

Read the first paragraph and the last paragraph.
Why does the author mention the Mosquito
Festival and the murder of Selena?

•

What is the turning point in this story?

•

What was a challenge that Anthony had?

•

List at least three college resources Anthony took
advantage of:

•

If you met Anthony today, what would be one
question you would ask him?

2. “Yessi Chaffo-Ramirez” (Appendix C)
First Time Listening
(without transcript)
Post-listening: In one
sentence, write what
this story is about.

Second Time
Listening (with
transcript)
During: What
questions do you
have when listening
to this? Include any
words you don’t
understand.

In groups of 3-4, discuss and take notes (with transcript)

•

What verb tense are most of the verbs in?

•

List two irregular:

•

List two regular:

•

List two time signal phrases that move the story
along:

•

Read the first paragraph of Anthony’s story and
the first paragraph of Yessi’s story. Which
paragraph do you like better? Why?

•

What was a challenge that Yessi had?

•

How did Yessi overcome that challenge?

•

If you met Yessi today, what advice would you ask
her?

T leads class discussion:
•

What do you know about the various student resources that are listed in both of these
stories? Which ones did you not know about?

•

What kind of a writing style are these stories written in?

•

How do the verb tense and time signals help keep the stories in order?

Activity #2: Online Tour of Resources
1. Individually: Go to the DVC Learning Center/ ESL web page at
http://www.dvc.edu/academics/ed/english/lc-esl/index.html (Appendix D). Click on English
learning resources.

Narratives
•

Click on the A to Z index of handouts and
find a handout on narratives. Read it.

•

Write one characteristic of a narrative
here:

•

Introduction Paragraphs
•

Click on the A to Z index of handouts
and find a handout on introduction
paragraphs. Read it.

•

Write one characteristic of an
introduction paragraph here:

Read the entire list of handouts. Find two more that interest you. List them here and the
reasons why they interest you:
1. Title:
Reason:

2. Title:
Reason:

2. Go to the DVC Library web page at http://www.dvc.edu/library/index.html (Appendix E). Go to
the databases and click on Films on Demand > Collections > English > Elements of Language
>Writing and Composition
Narratives
SS listen to one half of one of the following videos, assigned in groups of 3-4.
•
•
•

Elements of Narratives
Writing Narratives
American Writers on Writing: John Updike’s Narrative Techniques

All SS listen to the section “Al Young: Verb Tenses and Silences” from
Elements of Writing.

SS individually write answers to the following questions:
•

What is an element of narrative mentioned in the video that was not covered in the handout?

•

What tense does Al Young recommend for narratives? Why?

In-class practice: Write a 5- to 11-sentence narrative paragraph about one of the following:
• Your first day of college in the U.S.
• Your first challenge in the college system and how you overcame it.
• Something you didn’t know about college in the U.S. and how you learned about it.
Be sure to use the ___________ _________tense. Use time signal markers, such as _______ and
_________.

3. Go to the DVC Counseling Center web page at
http://www.dvc.edu/enrollment/counseling/index.html (Appendix F).
Counseling & Assessment Resources
Individually
•

Click on the Frequently Asked Questions tab.

Look at the list of questions and circle the ones that Anthony and Yessi might
have asked.
Click on two of the questions you are curious about and give a brief summary of
the answers here:
1)
2)
•

Click on the Resources for Students tab (Appendix G). Find one of the
resources Anthony or Yessi used and read about it.

1) Would you use this resource? Why or why not?

2) Which resource listed looks like it might be the most helpful to you?

Activity #3: Counseling Appointment Write-up
Homework:
Create a question or choose one from the FAQ list. Go to a counseling appointment (scheduled or
drop-in) and find the answer to your question and any others you may have. Write a 5- to 11sentence narrative paragraph about your experience. You may include the experience of making the
appointment itself. For the last sentence of the paragraph, write what you gained or learned from
this experience.

III. TOPIC TWO: ACADEMIC ASSISTANCE

OBJECTIVES
Content: SS will understand the options of tutoring and library services offered on campus and will
attend one tutoring session.
Writing: SS will be able to create an effective, cohesive thesis statement in an introduction
paragraph for a descriptive essay.
Grammar: SS will be able to identify active voice and use strong, active verbs in thesis statements.

Activities

Teacher Assessment

1. Library Tour

Check and correct during class discussion.

2. Library Description Write-up

Check and correct homework.

3. Focusing on Thesis Statements

Monitor during activity. Check and guide
during class sharing.
Check and correct written answers.

4. Scavenger Hunt of Library and Tutoring
Center
5. Going for Tutoring

Check and correct homework.

ACTIVITIES
Activity #1: Library Tour
T asks SS:
•
•
•
•
•
•

What online resources do you remember using in the last unit?
Which of those resources did we find on the library web page?
Do you have a DVC library card?
What other library resources have you used besides Films on Demand?
What other resources do you think the library has that you want to know about?
What does a library look like? What does it smell like? What does it feel like? What does
it sound like?

SS write down two questions to get ready for the library tour.
At the Library
Content: Library Resources
What are your two questions?

•

1.
2.

What are the answers to those
questions?
1.

•

Writing: Description
Describe three objects you
see. Think about color, shape,
size. (You may include the
library assistant giving the
tour as one of the objects.)
Describe three things you
hear. Use adjectives rather
than just listing.

•

Describe how the library
feels. You may include the
temperature, the feel of the
furniture, or anything else you
notice.

•

Does the library have a smell?
What does it smell like?

2.

•

Grammar: Actions
What do you see people doing?

•

What is the library assistant
doing?

•

What are the other library
workers doing?

•

What are the students doing?

In-class discussion after tour. T asks:
o What did you learn about the library that you didn’t already know?
o What questions do you still have?
o Where can you find the answers to those questions?
SS write one sentence to the following question: What is the most important service the library
offers and why?

Activity #2: Homework: Library Description Write-up
Write one 5- to 11-sentence paragraph about what the library at DVC is like. Be careful not to give
a narrative. Describe the library and what people do there. For your last sentence, write what the
most important service that the library offers is and why.

Activity #3: Focusing on Thesis Statements
T asks SS:
• Take out your homework paragraph on the library description and re-read it.
• Underline all of the verbs.
• What tense did you write in?
• What sentence would you guess is the most important sentence? What is the name of the
most important sentence in an essay?
• Did you use a hook? What is it? (SS share.)
• What online resources do you remember using in the last unit from the DVC Learning
Center/ESL web page?
Individually, SS go online to DVC Learning Center/ESL web page at
http://www.dvc.edu/academics/ed/english/learningresources/index.html (Appendix H).

Thesis Statement Handouts
• Look for handouts
•
on thesis statements. List the
titles of three here:
1.
•

Your Thesis Statement
Look at your “most important sentence”
in your homework paragraph.

•

Do you accomplish the three things you
listed for a successful thesis statement?

2.

•
If yes, how, specifically?

Grammar
In the samples of the
good thesis statements
you saw, what tense
were the verbs in?
List three verbs you
saw:

3.
1.
•
List three things a
successful thesis statement
should have or do:
1.
2.
3.

2.
If no, how would you change
your thesis statement to make it match
those criteria?

3.
•

Are these strong, active
verbs?

•

SS in groups of 3-4: Share your answers to the above questions.

•

SS together as a whole class discuss answers to the above questions.

•

SS individually, in-class: Reread your paragraph. Change any verbs so that they are strong,
active verbs written in the simple present. Change your thesis if you need to in order to
make it complete.

•

3-4 SS volunteer to share reading paragraphs out loud.

Activity #4: Scavenger Hunt of Library and Tutoring Center

NAME _______________________
Library Scavenger Hunt
1. Find the following items in the library. If you cannot locate something, ask the
librarian. [Formulate your questions after each item you can’t find.]
2. Pick up the following items while you are at the library and bring one back to class.
THINGS TO FIND
DID YOU FIND IT?
1. Videos/DVDs
YES ___ NO ___
2. Internet access
YES ___ NO ___
3. Books in your native language
YES ___ NO ___
4. ESL books
YES ___ NO ___
5. Children’s books
YES ___ NO ___
6. Newspapers in English
YES ___ NO ___
7. Music CD’s
YES ___ NO ___
8. Copy machine
YES ___ NO ___
9. Books on tape
YES ___ NO ___
10. Telephone books
YES ___ NO ___
11. Check-out desk
YES ___ NO ___
Commercial Material: Retrieved and adapted from English beyond the Classroom: Community-Based Tasks for ESL
Students: http://www.iccb.org/pdf/adulted/publications_reports/english_beyond_class.pdf

NAME _______________________
English Tutoring Center Scavenger Hunt
1. Find the following items in the English Tutoring Center. If you cannot locate
something, ask the staff at the desk.
THINGS TO FIND
Where did you find it?
1. Handout on time management (Bring one back to class.)
2. CD on writing skills
3. Dictionary
4. Computers for student use
5. Computer for check-in
6. Stapler
7. Photos and names of tutors
8. Photos and names of instructors
9. Name of staff person who makes appointments
10. Card with tutoring hours and contact info. (Bring one back to class.)
11. Card with Writing Lab Hours (Bring one back to class.)

Activity #5: Homework: Going for Tutoring

Make an appointment for any of the following tutoring centers. Create two questions to ask a tutor
or have a tutor help you on this homework assignment. Make sure you are in a class for the subject
you are receiving tutoring for.

Write a 5- to 11-sentence descriptive introductory paragraph describing the tutoring center you went
to. Remember to use strong, active, simple present tense verbs and to use adjectives, adverbs, and
your senses for describing. End with a proper thesis describing what you think is most helpful about
the tutoring center you visited.
Teacher-designed Material Created by Sandra Gardiner

IV. TOPIC THREE: FINANCIAL AID

OBJECTIVES
Content: SS will be able to distinguish between grants, scholarships, loans, and work-study
programs and will understand how to apply for various financial aid opportunities.
Writing: SS will be able to write an effective body paragraph (including a topic sentence,
supporting sentences, and a concluding sentence) for a compare and contrast essay.
Grammar: SS will be able to use subordinating conjunctions and transition expressions to
formulate complex and compound sentences.

Activities

Teacher Assessment

1. Survey on Financial Aid

Check and correct answers during class
discussion.

2. Follow-up on Financial Aid Questions
Check and correct student sentences.
3. Follow-up on Coordinators, Subordinators,
and Transition Expressions
4. Finding and Using Subordinators and
Transitions
5. Body Paragraphs on Financial Aid Options
6. Compare and Contrast Essay on Financial
Aid Options

Check and guide during student sharing.
Check and correct essays.

ACTIVITIES
Activity #1: Survey on Financial Aid
SS will survey each other and current students on campus at DVC. They may also use the student
success stories on the DVC website to find out some answers.
When you approach someone, be sure to use the following introduction:
Hi. I’m doing a survey on financial aid for my English class. Do you mind if I ask you some
questions?

Tuition

Grants

Scholarships

Do you know how to apply for a
grant? If so, how?

Have you applied to any
scholarships? If so, which ones?

Loans

Work

Fee Waivers

Do you know the difference
between a subsidized and an
unsubsidized loan? If so, what is
it?

Do you work? If so, how many
hours a week?

Do you know what a fee waiver
is? If so, what is it?

FAFSA

Child Care

DREAM Act

Do you know what FAFSA
stands for? If so, what?

(Find someone who has children.)

Do you know what the DREAM
Act is?

How much tuition did you pay
this year?

How do you handle child care or
how did you previously?

Can students under the DREAM
Act receive financial aid?

SS share answers in a large group to the class.
T leads discussion and lists answers and unanswered questions on the board.

Activity #2: Follow-up on Financial Aid Questions
Homework:
1. Find the answers to the 2 unanswered questions above by exploring the DVC Financial Aid
website at http://www.dvc.edu/studentservices/financial-aid/index.html (Appendix I) or by
visiting the Financial Aid office on the first floor of the Student Services Building, and/or by
calling the Financial Aid office at (925) 691-1132.
2. Find out about at least one other financial aid resource not covered in the survey.
3. Read about that resource and be ready to report back to class.

Activity #3: Follow-up on Coordinators, Subordinators, and Transition Expressions
T leads class discussion on similarities and differences of financial aid resources.
SS review handout out on coordinators, subordinators, and transition expressions (Appendix J) and
recall what words they used in their discussion.
Activity #4: Finding and Using Subordinators and Transitions
•
•

SS read information on scholarships and taxes (Appendix K) twice. The second time, SS
underline subordinating conjunctions and transition expressions.
SS:

Create 2 sentences using subordinators to show similarities between two financial aid resources.
1.
2.
Create 2 sentences using transition expressions to show similarities between two financial aid
resources.
1.
2.
Create 2 sentences using subordinators to show differences between two financial aid resources
1.
2.
Create 2 sentences using transition expressions to show differences between two financial aid
resources.
1.
2.

5-6 SS volunteer answers on the board. T reviews punctuation for complex sentences with
subordinators and compound sentences with transition expressions.
Activity #5: Body Paragraphs on Financial Aid Options
T asks SS what the five most important or interesting financial aid options are for them. T writes
them on the board.
T asks SS why each one is important and asks SS to choose individually two that are the most
important to them from the entire list.
Individually in class:
• SS write one sentence about both resources and why they are important.
• SS write 3 to 6 sentences describing the resources and how they are different and how they
are the same. Each sentence can be about just one resource or about both, but the paragraph
must be about both resources.
• SS individually write one sentence about either
1) Which resource is better for the students in this class? OR
2) How could these two resources help students in this class?
2 SS volunteer reading their paragraphs to the class. T leads a discussion on identifying the topic
sentence, supporting sentences, and concluding sentence of the essays.
Activity #6: Compare and Contrast Essay Outline on Financial Aid Options
Write an outline of an essay for comparing and contrasting any two of the following:

any 2 of these
OR
grants
scholarships
loans
work-study programs
fee waivers

any 2 of these
Cal grant
Pell grant
Chafee grant

OR any 2 of these
OR any 2 of these
Federal Work-Study
need-based loan
CalWorks
non-need-based loan
EOPS grants

Homework follow-up:
Write a rough draft of an essay that includes:
I.
An introduction with a hook and thesis.
II.
Two to three body paragraphs comparing and contrasting two of the above choices.
Each paragraph should have a topic sentence, 3 to 6 sentences of support, a concluding sentence,
and at least one subordinator and one transition expression.
III.
A short conclusion restating why you chose these two resources and either 1)
whether you will use one and why or 2) whether you would recommend one to a friend and why.

V. TOPIC FOUR: STUDENT LIFE
OBJECTIVES
Content: SS will be able to find information on extracurricular support and social groups on
campus and will participate in an extracurricular activity on campus.
Writing: SS will be able to create a cohesive conclusion paragraph (with a restatement of the thesis
statement, a summation of ideas, and a coherent concluding sentence) for a process essay.
Grammar: SS will be able to use the imperative correctly in sentences. SS will be able to use
modals of advice correctly.

Activities

Teacher Assessment

1. Visit from Club Representative

Monitor, check, and correct students’ answers.

2. How to Become and Be a Club Member
3. Exercise on Imperatives and Modals

Monitor and check during discussion.

4. Exploring Student Life

Check and correct homework.

5. Summary Exhibition on Student Life
Opportunities

Attend rotations of student presentation.

ACTIVITIES
Activity #1: Visit from Club Representative
•
•
•

Read the list of student clubs (Appendix L). Choose 3 clubs you would join if you had the
time.
What would you like to ask about the clubs’ activities? Prepare 3 questions for the guest
speaker from the International Students Club.
Take notes during the guest speaker’s visit.

Three Clubs

Three Questions

1.

1.

2.

2.

3.

3.

Notes

Activity #2: How to Become and Be a Club Member
T makes chart on board and SS write answers on the board.
•
•
•
•
•

What is the main mission of the International Students Club?
What kinds of activities does the club do?
What role does the speaker have in the club?
What kinds of students would benefit from this club?
How does one become a member of this club?
SS answer individually in full sentences.

If someone wants to become a member of
this club, what should she do?
Who should join this club?

Who can become an officer in this club?

What does a member need to do in the club?

What kinds of activities can you do in this
club?

5 SS volunteer to write answers on the board.

T guides students to notice imperatives and modals in their responses (verbs in base form; should,
need to, etc.)

Activity #3: Exercise on Imperatives and Modals
SS read the Student Life web page (Appendix M) and follow the instructions.

Each sentence below has errors either in grammar or in the information given. Put an “X” in the
column for which kind of error it is, and then correct the sentence.

Sentence:

Error:
Grammar

The Connect Card is free, but the Student I.D.
card is $10.
A student should obtains a Connect Card at
the Student Life Office in the Student Union
building, the Library at the Pleasant Hill
campus, or at the Learning Commons at San
Ramon Center (SRC).
Students who would prefer a color photo for
their ID card need to pay $5.
You may adding money to your Connect Card
for printing in campus computer labs.
You can purchase an optional activity and
discount sticker for a 5% discount on textbooks
and other items from the DVC Book Center,
free admission to DVC athletic events, and
discounts from many off-campus businesses.

Correct to:
Info.

Activity #4: Exploring Student Life
Using the DVC website, find an event that you would like to attend.
List of events to choose from:
a club meeting
a College Success
Workshop

a financial aid
workshop
a student matinee of a
DVC play*

a brown bag lecture
a DVC student
music
performance*

Attend and take notes.
Homework: Write a rough draft of a process essay about either 1) how to become a member of a
specific club and participate in that club OR 2) how to accomplish what was covered in the
workshop or event attended OR *3) the process of attending a performance, including finding
information, getting a ticket, what to do before the performance, etiquette during the performance,
and what to do after the performance is done. The essay should have
• an introduction with a hook and thesis
• 2 to 4 body paragraphs explaining the process and giving advice, including
imperatives and modals in each paragraph.
• a conclusion that restates the thesis in different words, that includes an overview of
the most important points of the essay, and that ends with a concluding sentence
stating what the benefit to students will be if they follow the steps of the process.
Activity #5: Summary Exhibition on Student Life Opportunities
SS individually prepare a visual aid and a four-minute spoken summary of their essay on a student
life activity or event. Three students will set up and present for a rotation and so on until the entire
class has presented.
The visual aid can consist of any combination of The spoken summary must consist of:
the following:
• their conclusion paragraphs
• the main points of their conclusion
paragraph
• handouts or brochures from the
• one detail about what they learned at the
event/activity
event or a question they had answered
• photos from the event/activity
• what the best part of the event was
•

online information about the event

•

•

any other visual information about the
event

•

advice they would give on how to attend
this kind of event and what to do at this
kind of event
opinions on whether or not their fellow
classmates would enjoy or learn from
this type of event or not

VI. TOPIC 5: REVIEW OF RESOURCES

OBJECTIVE
Content: SS will be able to recall various methods of finding information about different student
resources.

Activities

Teacher Assessment

1. In-class Writing

Read and check.

2. Beyond the Classroom

Read, check, and correct.

3. Giving a Campus Tour

Check and correct during class discussion.

Activity #1: In-class Writing
Your Experience
Write at least one page discussing your experiences over the last few weeks. Keeping your
writing in paragraphs, rather than individual sentences, answer the following questions:
•

Do you feel more comfortable getting around on campus at DVC? Why or why not?

•

Do you feel more comfortable with the DVC website? Why or why not?

•

Were there any resources you found out about that were helpful to you?

•

Do you feel more confident asking questions in person? Why or why not?

•

Do you feel more confident asking questions on the telephone? Why or why not?

•

Which type of writing is your favorite: narrative, description, compare and contrast,
or process? Why?

•

How could you combine these styles of writing in one essay, using one of these
student resources as a topic?

•

Do you have any remaining questions for me? Number them and write them down
separately after the last paragraph.

Activity #2: Beyond the Classroom

Task: Work with a partner(s) to find the following information. You will need to ask some
questions to find the information.
1. Go to the Admissions Office. Pick up a continuing education catalog and an application. Bring
them back to class.
2. Pick up information about degree/certificate programs that interest you. (For example: nursing,
child development, cosmetology, business). Bring them back to class.
3. Where is the cafeteria located? (What floor? What room number?) What are people doing in
there?
________________________________________________________
________________________________________________________
4. Where do you get ID cards? _________________________________
5. Does the college have a career development center? If yes, what services do they have?
_________________________________________________________
_________________________________________________________
6. Where is the testing center? _________________________________
7. Is there child care available at this college? What are the requirements for registering a child?
_________________________________________________________
8. Notice the people at the college. What kind of people do you see? What languages do you hear?
_________________________________________________________
After the activity:
9. What new words or phrases did you learn doing this activity? Write them here:
_________________________________________________________

Commercial Material: Retrieved and adapted from English beyond the Classroom: Community-Based Tasks for ESL
Students: http://www.iccb.org/pdf/adulted/publications_reports/english_beyond_class.pdf

Activity #3: Giving a Campus Tour

Directions: Imagine you are a group of student representatives and you are giving a tour to a
group of new students. They ask you questions about various challenges they have. See how
fast you can fill in the circles with where they can go to find some answers. The first group to
finish will receive prizes. A bonus prize goes to the student who can ask the group the
appropriate questions.

$$$$$$ issues

class is hard

need a job

not sure what class to take
learning disability

APPENDIX B
Student Success Story: “Anthony DeLuna: From Dead End in Texas to UC Berkeley, Thanks to
DVC”
Anthony DeLuna grew up south of Houston in Lake Jackson, Texas, a small town where the
biggest thing that happens is the annual Mosquito Festival, celebrating larger-than-life mosquitoes.
Yes, mosquitoes. The only local celebrity was Selena, the singer who was murdered at age 23.
DeLuna dropped out of Brazoswood High School at age 16, and earned his GED at 18. He moved
to Houston, but soon lost his job there, and with only a GED and very limited options, he was
sleeping on a friend’s sofa with no idea what to do next. His life was going nowhere fast.
Then in June 2007 his mother called. Would Anthony like to join her and his sister on a road trip to
California to visit cousins, aunts and uncles?
“There was nothing else going on in my life, so I packed for a two-week trip and set off,” DeLuna
said. “We did the whole L.A. and Hollywood bit, then headed to a place called Clayton outside San
Francisco, to visit with an uncle and cousins I had never met. We enjoyed ourselves all weekend,
and then it was time to go. My mother was packing. I went to put my things in the car, and my
mother said, ‘You’re going to stay.’”
What?? “I couldn’t believe my ears,” DeLuna said. “I told her my whole life was back in Texas, my
girlfriend, my stuff, all my friends. But it was non-negotiable. She cried, and I knew that was that.
My cousin got along with me like a brother, and they had a nice house– something I really wasn’t
used to– so reluctantly I agreed.”
It was a great decision.
By 2009, thanks to achieving resident status and qualifying for financial aid, DeLuna could afford
college. He enrolled at Diablo Valley College in January 2009 with a major in business
administration. “I can still remember that first nerve-racking day in Mr. Lacayo’s business statistics
class like it was yesterday,” he said.
“My first semester I had to get adjusted to college life because it was the first time in more than
eight years that I had been back in a classroom setting,” he said. “But after that I became a wellknown face on campus.
“I was in EOPS (Extended Opportunity Programs and Services) and met many people that way,” he
continued. “I joined Alpha Gamma Sigma and ran for president that semester and lost, but I came
back the next election and became the public relations officer for the next two semesters. Along
with the team, and especially Nick Carter, the activities coordinator,” DeLuna said, “we designed Tshirts now sold in the DVC bookstore, and we had the highest-grossing fundraiser in the chapter’s
history.”

He also was a federal work-study student, and worked on campus with Emeritus College, the adult
education program.
“I started in August 2009 and worked there until I transferred,” he said. “That was a sad day,
because it was not only the job I’d had the longest, but I made many friends with the seniors who
attended our classes, with the people I worked with, and with the distinguished Board of Directors
members with whom I had the pleasure to serve as secretary for over a year.”
DeLuna received numerous scholarships through the scholarship office, and became great friends
with Leslie Mills, who helped him get a full scholarship to UC Berkeley. He was the student
keynote speaker at the annual 2011 scholarship reception.
Although he knew about the Puente program, DeLuna said, “I had advanced too far in English to be
allowed into the program. But I was receiving so much support from friends staff, and professors at
DVC that I felt I had to give back. So I approached the Puente coordinator, Patrick Leong, and
asked him how I could help.”
Leong came back with a proposal that DeLuna accepted with excitement: to be the supplemental
aid/tutor for Puente.
“I was scared beyond belief the first day and for the first tutoring session I gave, but powered
through it,” DeLuna said. “I really tried to give more than great writing tips. I tried to give life
lessons on how someone could be at the low of all lows, but with education they could make a path
with a degree that no one could ever take from them.
“Sometimes students would come up to me and thank me for the help, and say that something I had
done made a difference for them. That was my goal, and I accomplished it. That role taught me to
be confident in who I am, and that no matter my background, my intelligence shone through. I
actually would recommend that to anyone whose goals are aligned with the goals of the program.”
DeLuna earned a certificate in Business Core Transfer, and transferred to UC Berkeley just one
math class short of earning an Associate degree. He started at Cal in August with a major in
American Studies, and says he will probably have a double major in Sociology with a focus on
organizations and institutions.
DeLuna said he will stay involved with outreach programs that encourage transfer to UC Berkeley.
“Cal is one of the best and most challenging experiences of my life,” DeLuna said. “Everyone is so
darn brilliant! One of our professors won the Nobel Prize this year. Isn’t that cool?”
Would he recommend DVC to others?
“I miss DVC!” he said. “What an awesome school. Everyone there was willing to go above and
beyond. Professors care about teaching you the material because they all have passion for what they

do. The staff helped me in any way possible. More than that, DVC was the stepping stone to the
larger goals in my life, and for that, I consider it a life saver.”
As for the future, DeLuna hopes to start his own Internet business.
“Other than creating my own business, I’d like to travel and see the world. I want to get married and
have a family, and live without financial struggles. I’d like to make a difference. This degree that
I’ll receive from Berkeley will allow me to create a tangible future as long as I continue my fervor
for education, which led me right where I am. I continually search for ways to ensure my successful
future so that I can take care of myself, my family, and make a difference in my community. I feel I
am made for something bigger. I wasn’t given this precious life to just sit around and wait. I go out
and find life. I love my family and my girlfriend, and I cherish each day with the wonderful friends
I have made.”

Retrieved from Diablo Valley College website, Student Success Stories:
http://www.dvc.edu/news/StudentSuccessAnthonyDeLuna20111113.htm

APPENDIX C
Student Success Story: “Yessi Chaffo-Ramirez Got a Second Chance at DVC”
Yessi Chaffo-Ramirez always knew she wanted an education. She didn’t know that it would take
enrolling at Diablo Valley College before she really got one.
At the age of nine, Yessi immigrated to the United States with her family from their home in Lima,
Peru. None of them had ever had even an introduction to the English language.
The family lived in San Francisco, and at that time, Yessi’s public elementary school did not yet
have an English as a second language program. Though she spoke no English, Yessi, like so many
others, was passed from grade to grade, not understanding a thing that was being taught to her
except for math.
When Yessi reached the sixth grade, her parents enrolled her in a private school. There, she was put
in the fifth grade, and then held back in the fifth grade three times because– as she was forced to
translate to her parents in a parent-teacher conference– she had “some kind of mental retardation.”
“I was so upset over that, I was determined to show them that was not so,” Yessi said. “That
semester I focused all my energy in studying really hard, and I finished the semester with honors.
Of course, by then I had learned enough English to get by, and from that semester on, I passed all
my classes and graduated from the eighth grade.”
When it was time for high school, her parents could no longer afford private school for Yessi and
her brother, so they put them in a local public high school. “I thought walking around not
understanding much English or what was going on was frightening enough,” Yessi said. “But I soon
learned things definitely could get far worse: gang fights and shootings were part of a typical day at
my new school. The chaotic environment was too terrifying for me, so I decided to leave.”
With the support of her mother, Yessi enrolled a short time later at Independence Continuation High
School. She met with an assigned teacher once a week, had a short lesson, turned in assignments,
and picked up new ones for the following week.
“I also worked a full time job to help out my parents,” Yessi said. “I felt I was not successful in
school, and decided to learn my way. I wanted to see for myself all those places I read about in my
history and social studies textbooks. The job gave me the opportunity to afford my passion for
traveling abroad during the summer. I put money aside from every paycheck for my travels, and I
learned a great deal indeed!”
In 1992, Yessi graduated from high school, and at age 20, she married her first husband. Five years
later, she divorced and moved in with her parents, who now lived in Concord. It was then she
decided to pursue her long-held passion of going to college.

A friend introduced her to DVC, and in the summer of 1999 she enrolled.
“My first couple semesters at DVC, I failed miserably,” she said. “First, I chose summer session to
begin, but it was too short and fast-paced for me. I thought I would do better with a regular-term
class. But when fall classes began, I continued to feel ill-prepared in many of my classes.
“Like many other students, I blindly chose classes based on interest only,” Yessi said. “I often
overlooked prerequisites noted on the class schedule because I honestly did not understand what it
meant, and I was too embarrassed to ask. So there I was, taking classes for which I was not
academically prepared. I did this for a couple of semesters, and was getting really frustrated and
becoming very disappointed with myself because I was not succeeding in these classes I had
chosen. I was starting to think there was something wrong with me. Maybe I was too old to embark
on this academic journey (I was 27 years old by then), or maybe it was too late for me.
“My Latin American history instructor, Marge Lasky, took notice of my struggle,” she continued.
“Even though I had a lot of passion for learning and for the subject, I was failing her class. She
asked me about my academic background, and soon realized the problem.
“What was really wrong, of course,” Yessi said, “is that I didn’t have much of a chance from the
beginning.”
First, she struggled learning English, though she became somewhat proficient in English by the time
she got to high school. But after being passed from grade to grade in elementary school without
understanding anything except math, she did not have the academic foundation she needed to
succeed in the rest of her classes.
“Marge Lasky suggested I do some testing at the Assessment Center to figure out the level of
classes I should begin with, and it was then I learned that, academically, I was at remedial level. She
[Lasky] also referred me to Rita Delgado and the Puente Program. That is when things started to
turn around for me.”
In her last year at DVC, with the help of her math instructor, Cheryl Wilcox, Yessi also learned that
she has a learning disability.
“All I can say is bless Mrs. Wilcox for noticing that,” Yessi said. “If it weren’t for her, I would not
have been tested and received the assistance I needed to be successful in my remaining semesters at
DVC and then at UC Davis. I went from a ‘D’ to an ‘A’ in my math tests. So I say yay for Mrs.
Wilcox, and thank you for all the love and support!”
Yessi found a lot of help from those in Puente (Rita Delgado, Lupe Dannels, Karen Toloui, Patrick
Leong, Puente classmates and mentors); the DSS and Learning Center on campus and tutors such as
Laura Zink, Candice Valentin, and Rosita Harvey; caring professors, including Nancy Malone,
Rebecca Bales, Robert Peters, Marge Lasky, Cheryl Wilcox, Mary Beth Hartshorn, Manuel
Gonzalez, Andy Barlow, James Rawls, Milagros Ojermark, Franco Guidone, and Deya Hill; and the

staff members in Financial Aid, the Transfer Center and Job Placement.
“They all helped me along the way, and lent me their support and encouragement, which was vital
to my success at DVC and onward,” she said. “I am forever thankful to all these beautiful people.”
Yessi completed her studies at DVC, majoring in Liberal Arts, and transferred to UC Davis in 2004.
She graduated from UC Davis in 2008 with honors, earning a B.A. degree in Native American
Studies with a minor in Education.
Soon after graduating from UCD, Yessi married Ricardo Ramirez, a current DVC student, and
started a family 18 months ago. Though she worked in the Early Education field for a couple of
years, she is not currently working. “I do still have an interest in working with children, but it will
be in the Counseling field,” she said.
Does she have any advice for current high school students?
“I would absolutely recommend Diablo Valley College to others,” Yessi said. “DVC not only
provides high quality education, but also has excellent instructors who care and are committed to
helping students succeed. I also recommend the Puente Program to other students. The Counseling
component of Puente is what most students are looking for: more one-on-one guidance, and because
Puente is a two-semester commitment, you build a sense of family with your instructors and
classmates.
“If you are unsure of your major, it’s okay,” she continued. “You are not alone, as many of us start
off not knowing our field of studies right away. Start with your general requirements, and in the
process you will get a sense of the kind of classes you are drawn to, which will lead you to
determine your field of interest. Definitely take a career and/or counseling class to help you with
that. Taking Rob Peters’ Career 110 class really helped me narrow down my career interests.
“For those who had it rough during your high school experience,” Yessi continued, “college is your
second chance. DVC is full of special people. They are waiting to make you another success story.
You are the author of this new chapter of your life. Make sure it is everything you want it to be.
“Above all, dream big and aim high, because Si se puede! Yes you can! Because everything is
possible.”
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APPENDIX F
Frequently Asked Questions on the DVC Counseling Center Web Page

Questions:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

How can a DVC counselor help me?
How can I make an appointment to see a counselor?
How do I add/drop a course?
How do I become a student at DVC?
As an international student, how do I enroll at
DVC?
I'm interested in transferring to a private or out-of-state college or university.
How do I know which courses to take?
How do I calculate my GPA, my transferable GPA?
What do I do if the courses I want to take are full?
What is the maximum number of units I can take pass/no pass?
If I believe I already meet the prerequisite for a course, what do I do?
What should I do if I get a "D" or "F" in a course?
How does a "W" affect my admissibility to a university?
How often can I take the math or English assessment tests?
How can I dispute a grade that I received?
o Where do I find important dates and deadlines?
How can I find admissions statistics about the University of California system?
If I get an A.A./A.S. (associate in arts/science degree), can I automatically
transfer to a four-year college?
How many units must I be enrolled in to be considered "full-time"?
How can I apply for financial aid?
How can I apply for scholarships?
I still have a question, is online counseling available?
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APPENDIX G
Resources for Students on the DVC Counseling Center Web Page
On Campus Resources
•
•
•
•
•
•
•
•
•
•
•
•
•

AB 540 Resources (both on and off campus resources)
Articulation Agreements with California Independent Colleges and Universities
Career and Employment Services
Disability Support Services (DSS)
Extended Opportunity Programs and Services (EOPS)
Financial Aid
International Student Admissions and Services
San Ramon Campus Services
Scholarship Office
Student Life Office
Study Abroad Program
Transfer Service
Tutoring Center
Mental Health and Other Crisis Resources

• Confidential Student Assistance Program (Five free sessions if enrolled in 6 or more
units)
211 Info and Referral (Provided by Contra Costa Crisis Center - 211)
• 24 Hour Crisis & Suicide Prevention Line (Provided by Contra Costa Crisis Center 211)
• Grief Counseling (Provided by Contra Costa Crisis Center - 211)
• Health & Education (Provided by the National Institute of Mental Health)
• Homeless Services (Provided by Contra Costa Crisis Center - 211)
• JFK University Community Counseling Center (Sliding scale psychotherapy in
Concord)
• Youth Services (Provided by Contra Costa Crisis Center - 211)
Printable Crisis Resources Guides (provided by the Contra Costa Crisis
Center)
•
•
•
•
•
•

Central County (Central County en Español) - pdf
East County (East County en Español) - pdf
West County (West County en Español) - pdf
Help in hard times (Help in hard times en Español) - pdf
Low-cost Medical (Low-cost Medical en Español) -pdf
Parenting (Parenting en Español) - pdf
Retrieved from the Diablo Valley College website, Counseling Center page, Resources for Students:
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APPENDIX H
Thesis Statement Handout Titles on DVC’s ESL/Learning Center Handout Page
Writing Thesis Statements
•

Thesis statement—definition and structure. You can break a thesis
statement into three parts following these examples.

•

Thesis statement questions. Get the answers to why you need a
thesis statement, what a thesis statement consists of, and how you
construct a solid thesis.

•

Forming a thesis sentence for a term paper. Stuck with a term
paper? Here’s how to use a preliminary thesis sentence and pose
questions so you can get writing.

•

Thesis statement checklist. Find out the criteria for a successful thesis
statement.
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Retrieved from the Diablo Valley College website, Financial Aid Office page, Scholarships > Tips and Resources >
Scholarships and Taxes: http://www.dvc.edu/studentservices/financial-aid/scholarship/pdfs/ScholarshipsandTaxes.pdf

APPENDIX L
List of Student Clubs at DVC
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